323206

Embedding Formative Assessment Data into Coaching Cycles

DIANESWEENEYCONSULTING

CUSTOM CONSULTING 4 THE BEST TEACHING m THE BEST LEARNING

Home Coaching Conferences »

Our Blog About Us » Our Rasources + Materials » Qur Videos + Fodcasts

Contact Us

Subscribe to Qur Blog via Eruail

Enter your email address to subscribe to this
blog and recelve notifications of new posts by
email,

{Emal Address
i Subscribe i

ABOUT US

OUR BEOG

OUR TEAM

OUR PUBLICATIONS

OUR SERVICES + PHILOSORHY
OUR CONTENT

OUR PARTNERSHIPS

OUR IMPACT + TESTIMONIALS
OUR RESOURCES + MATERIALS
OUR VIDEDS + PADCASTS
GLOBAL FORUM

CONTACT LS

BLOG CATEGORIES

| Select Category -

EMAILUS

Diane Sweeney Gonsuliing

infogpdianesweeney.com

Fmbedding Pormative Assessment Data into Coaching Cycles
by DHane Sweengy coaching eycles { Comment

Ceaching often centers exclusively on the actions taken by the teacher—making the assumption

that if we improve the teaching, then student learning will improve as well. There Is some logic to
this approach, but unfortunately an unintended outcome is we've spent so much time thinking
about what the teachers show/d be doing that we've lost touch with the most important people in

our schools...the students,

Embedding formative assessment data Into coaching cycles is an easy way to put the students at
the center of our coaching conversations. It also provides rich opportunities to understand the

impact of coaching on student and teacher learning.

Coaching Cycles Include:

« Four to six weeks of ongaing coaching with individuals or teams of teachers. Cycles
are often allgned with a unit of study or broader content objective.

« Aweekly planning meeting for the teacher and coach to analyze student work and
plan instruction

» One to three days per week for the coach to support instruction in the classroom

Know Thy Impact’ of a Coaching Cycle

We car't gauge the impact of a coaching cycle based on teacher satisfaction alone, Instead we
can take the following steps to use formative assessment data to understand how coaching has

moved student learning forward.

Step 1: Set a Goal for ant Lear

At the beginning of the coaching cycle, the teacher and coach identify a standards-based goal for
student learning. We use the language, ‘Students will...” and work with teachers te understand

that while we begin with a goal for students, we will alse work towards their goals for
instructional practice. -

Step 2: Create Learning Targets Based on the Standard
I racently coached a Bth grade language arts team that set the goal, ‘Our students will use

annotatien to determine the central idea of a short piece of literature (R.L.6.2)." While the goal

was pretly stralghtforward, we still had to unpack it to ensure that we were operating from

clearly defined criteria for student performance. We created the following learning targets as a

collaborative group.
Our students will:

+ Annotate to capture their thinking across a short text

» Use a variety of techniques for annotation, such as; underlining, marginal nates, questions,

inferences, |dentifying thinking related to vocabulary, noting thinking about characters
+ Use the annotations to determine the central idea
+ Prowide evidence to back up their thinking about the central idea

With the learning targets in hand, we had developed a clearly articulated success criteria to
formatively assess students, use as a vehicle for students to self-evaluate, and drive specific
feedback to the students,

Step 3: Pre-Assess Stude (hg a Commaon F Assessme|

With a goal and success <riteria in place, the teacher and coach work together to plan how they

will pre- assess the students. We designed a preassessment in which the students read and

annotated an excerpt from a novel and then responded with their thinklng about the central idea,

Step 4: Analyze the Student Work to Identify Current Perfor] ce

The teacher and coach engage In a sorting session to identify trends they see in the student wark.
The work Is typically sorted into three plles that are based on the learning targets. In this case,

the coaching cycle was with the 6th grade team, and we |dentified students who were annotating
and providing a clearly articulated central idea, others who were annotating but not quite landing

on the central idea, and a faw who weren't annotating at all. It became apparent that
differentiation was in order.

http:/fdianeswesney.comfembedding-formative-assessment-data-coaching-cycles/
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Delive Instru 0 ive As Data
The teacher and coach design and dellver instruction that specifically targets the students’ needs.
To do so, they work together to collect student evidence on a weekly basis over four to sk weeks,
Evidence serves as formative assessment data and may incude common formative assessments,
anecdotal notes, written responses, and observations of student learning, During a weeldy
planning session, the teacher and coach discuss the following guestions:

1. What did we notice the students doing as learners?
2. How will we design differentiated instruction to address their needs?
3. How will we work together to deliver the Instruction?

: Post As ts at Coachi
At the end of the coaching cycle, the teacher and coach post assess the students to measure
student performance In relationship to the goal, They also identify the Instructional practices that
the teacher Is using as a result of the coaching cycle. By focusing on both the student outcomes
and changes in the Instruction, we have a clear understanding of how the coaching cycle
impactad both the student and teacher learning.

What About 'Teacher Buy In"? )

Coaches often wonder how they can get more teachers to buy in to coaching. They often face.
resistance to coaching and worry if their coaching is making the desired impact. By putting
formative assessment data at the center of ¢oaching conversations, we move coaching away from
fixing teachers’ and towards creating coaching conversations that are grounded, spedific, and
that propel student learning forward. Teachers no longer have to wonder if coaching was worth
their ime and energy. They'll know.

To learn more, please join me at my session at the 2nd Annual Visible Learning Institute on
July 17-18, 2014 in Carlshad, CA, For more information about the institute pleass visit their
web site here,

© Dlane Sweeney, all rights reserved.
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STEPS
t0o GREAT
COACHING

A SIMPLE BUT POWERFUL INSTRUCTIONAL COACHING CYCLE NETS RESULTS

By Jim Knight, Marti Elford, Michael Hock, Devona Dunekack, Barbara Bradley,
Donald D. Deshler, and David Knight

“Conching done well may be the most effective intervention
designed for buwman performance.”
—— Atul Gawande (2011)

tul Gawande's comment s often used
to justify coaching. What people
overlook in his comment, however,

are the words “done well.” Coaching
“done well” can and should dramati-
cally improve human performance.
; Howevet, coaching done poorly can
be, and often is, ineffective, wasteful, and sometimes even
destructive.

What, then, is coaching done well? For the past five
years, researchers at the Kansas Coaching Project at the
University of Kansas Center for Research on Learning and
at the Instructional Coaching Group in Lawrence, Kansas,
have been trying to answer that question by studying what
coaches do. The result of that research is an instructional
coaching cycle thar fosters the kind of improvement Ga-
wande describes.

Ohne coach who uses the instructional coaching cycle
is Jackie Jewell from Othello School District in Washing-
ton. A participant in one of our research projects, Jewell
used the coaching cycle when collaborating with Melanie
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Foster, a new elementary reacher in her disteict. Foster
had sought out Jewell for coaching because she fele she
needed to improve the way she gave positive attention to
students. While Jewell would happily have focused on in-
creasing Foster’s positivity ratio, instead she suggested that
it might be worth confirming that encouragement was the
right goal.

To start, Jewell recorded one of Foster’s lessons using
her iPad and shared the video with her.

After watching the video separately, both agreed that
Foster was effective at encouraging students, Buc Foster
saw something else she wanted to work on: student en-
gagement, Her students were not staying focused dusing
small-group activities. Armed with this new insighe, she set
a goal that students would be on task at least 90% of the
time during small-group activities.

Jewell recorded another lesson, which revealed that stu-
dents were on task about 65% of the time. It also showed
that students didn’t fully understand the expectations for
their activities. In other words, students were off task be-
cause they didn’t know what to do.

Agrecing that Foster needed to set more explicit expec-
cations for small groups, Jewell and Foster created a check-
list describing the expectations, and Jewell modeled how to
teach them. Foster also decided that she and her learning
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theme COACHING

assistant would talk to each small group at the start of activities
to make sure groups were clear about what they were to do.

Once students undersiood their tasks, they hit the goal
quickly after only a few modifications. Eventually, students
were consistently on task 90% or higher, and this showed up
in their test scores as well, Before coaching, students received
scores on quizzes that were on average abour 20%. After coach-
ing, their scores averaged above 70%. Coaching helped Foster
teach more effectively, and her improved instruction led to bet-
ter student learning.

HOW WE STUDY WHAT COACHES DO

Kansas Coaching Project and Instructional Coaching
Group researchers have studied instructional coaching since
1996, focusing in the past five years on the steps coaches move
through to help teachers set and hit goals.

In the process, we experimented with a research methodology
that we used to identify a process to be studied, assess what works
and doesn’'t work when the practice is implemented, and refine
the process based on what is learned during implementation.

To study instructional coaching, Kansas Coaching Proj-
ect researchers worleed with coaches from Beaverton, Oregon,
and Othello, Washington. In addition, Instructional Coach-
ing Group researchers conducted more than 50 interviews with
coaches around the country. In large part, the instructional
coaching cycle is the result of what was learned from these stud-
ies and interviews,

Researchers followed these steps:

1. Instructional coaches implement the coaching process.

2. They video record their coaching interactions and their

teachers’ implementation of the reaching practices.

3, ‘They monitor progress toward their goals.

4, TResearchers interview coaches and teachers to menitor

progress as they move through the ceaching cycle.

5. Researchers meet with coaches two or three times a year

{at the end of each coaching cycle) to discuss how the
coaching process can be refined or improved.

6. Refinements are made, and the revised coaching model

and research process is repeared.

Researchers have moved through chis cycle eight times in
Beaverton and Othello. Over time, meving through increas-
ingly effective coaching cycles, we have come up with a simple
bus powerful way to conduct instructional coaching.

THE INSTRUCTIONAL COACHING CYCLE

‘The coaching cycle that Jewell used involved many steps
embedded in three components.

1. Identify: Jewell and oster got a clear picture of reality
(by video recording the class), identified a goal (90% time on
task), and identified a teaching strategy that would help them
hit the goal (teaching expectations}.

2. Learn: Jewell used a checlklist and modeling to make sure
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Foster understood how to use the idencified strategy.

3. Improve: Jewell and Foster monitored progress toward
the goal and made modifications to the way the strategy was
used until the goal was hit. Here is how the cycle works. (See
diagram on p. 10.)

The coach and teacher collaborate to seta
goal and select a teaching strategy to try
to meet the goal.

This involves several steps.

First, the coach helps the teacher get
a clear picture of reality, often by video
recording the teacher’s class, Then the coach
and teacher identify a change the teacher would

like to see in student behavior, achievement, or artitude.

Next, they identify a measurable student goal that will show
that the hoped-for change has occutred. For example, 2 coach
and teacher in Othello set the goal of reducing transition time
from a four-minute average to a 20-second average. Since there
were four transitions per period, hitting the goal added 15 min-
utes of instructional time to each 50-minute period — giving

Other data besides video that might be ga.t}lgr-ed include
student work, observation, and formal and informal evaluation
results, Video, however, is quick, cheap, and powerful, and, if
teachers only look at student work, they may miss some impor-
tant aspect of their teaching.

Teachers frequently have an imprecise understanding of
what their teaching looks like until they see a video recording
of their class. When video is used within coaching, it is best if
teacher and coach watch the video separately (Knight, 2014).

After data have been gathered, the coach and teacher meet
to identify next steps. Coaches can use these questions to guide
teachers to set powerful goals:

1. Onascale of 1 to 10, how close was the lesson ro your

ideal?

2. What would have to change to make the class closer to

alo?

3. What would your students be doing?

4. What would that look like?

5. How would we measure that?

6. Do you wane that to be your goal?

7. Would it really matter to you if you hit that goal?

8. What teaching strategy will you try to hit that goal?

Once a measurable goal has been established, the instruc-
tional coach and teacher choose a teaching strategy that the
teacher would like to implement in an attempt to hit the goal.
To support teachers during this step, coaches need to have
a deep knowledge of a small number of high-yleld teaching
strategies that address many of the concerns teachers identify.
Coaches in Beaverton and Othello learned the teaching strate-

students 40 more hours of learning over the course of the year.
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gies in High-Impact Instruction: A Framework for Great Teaching
(Knight, 2013).

Gooals that make the biggest difference for students are power-
ful, easy, emotionally compelling, reachable, and studenc-focused.

Powerful, The most effective goals address important as-
pects of student learning, Also, powerful goals address ongoing
issues in the classroom rather than single events.

Easy. Not every goal is easy to reach, and goals are nor im-
proved if they are watered down or made less than powerful.
However, given the choice between two equally powerful goals,
take the one thar is easier to reach. An easy-to-achieve goal leads
more quickly to meaningful change for students, reinforces teach-
ers’ and students’ efforts sconer, and frees up time for other rasks,
such as setting other improvemeﬁt goals.

Emotionally compelling. If teachers are going to invest a
lot of time in changing their teaching to reach important goals,
they have to choose goals that matter to them.

Reachable. Reachable goals have two characteristics: They
are measurable, and they are ones teachers can reach because
they have strategies 1o do so.

Student-focused. Usually these are goals that address st-
dent achievement, behavior, or atiitude. The power of a stu-

 dent-focused goal is that it is objective and, therefore, holds

coach and teacher accountable until meaningful improvements
are made in students’ lives.

Once teacher and coach set a goal and
choose a teaching strategy, the teacher
must learn how to implement the strat-
eqy. For the coach, this means explain-
ing and medeling teaching strategies.
When instructional coaches explain
teaching strategies, they need to give precise

and clear explanations. Coaches are clearer when
they use checklists. This doesn’t mean couches prompt teachers to

IMPROVEMENT QUESTIONS

YES

Do you want to:

A. Continue to refine your use of the practice?
B. Choose a new goal?

C. Take a break?
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mindlessly implement every step on a checklist. However, before
teachers malee adaptations, coaches need o be certain teachers
know what they are modifying.

Coaches need to be precise and provisional when they ex-
plain teaching practices. They should clearly explain the items
on a checklist while also asking teachers how they might want
to modify the checklist to best meet students” needs or take
advantage of their own strengths as teachers.

One benefit of establishing objective goals as a part of
instructional coaching is that goals provide a way 1o assess
whether teachers’ modifications improve or damage the teach-
ing strategies they use. If teachers modify strategies and hit their
goals, their modifications didn’t decrease effectiveness and may
have helped students hit their goal. However, if the goal is not
met, the coach and teacher can revisit the checklist to see if the
strategy needs to be taught differently.

Coaches who explain strategies in precise and provisional
ways foster high-quality implementation yet give teachers the
freedom to use their professional discretion to modify reaching
strategies to better meet students’ needs.

The next step is modeling. To understand how to imple-
ment teaching strategies, reachers need to sce them being imple-
mented by someone else. The coaches from Beaverton, Oregon,
found that modeling can occur in at least five ways.

In the classroom. Teachers repart that chey prefer that
coaches only model the targeted practice, rather than the whole
lesson, While coaches model, collaborating teachers complete
checklists as they watch the demonstration. Coaches may ask
someone to video record the model 5o that coach and teacher
can review it later,

In the classroom with no students. Some teachers prefer
that coaches model reaching strategies without students present,

Co-teaching. In some cases, such as when a lesson involves
content unfamiliar to the coach, coach and reacher co-teach.

Visiting other teachers’ classrooms, When teachers are
learning new procedures or management techniques, they may

BIDYOU HIT THE'GOAL

" Do you want to: o

A Revisit How you téach the new practice?

B. Choosea new practice? -

C. Stick with the practice as it is?

February 2015 | Vol.36 Ne. 1
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INSTRUCTIONAL COACHING CHECKLIST
COACHING BEHAVIOR - - OBSERVATION

yaacher gets a clear piét :
~a videoof thair lesson or by rev:eng cbsérvation data.
(Vldeo is best)

Coach shares a checKlist for the c_hoseh te:échi_ng strategy.

Coach prompts theteacherto modlfythe practlce fhe o U
she wishes.

Teacher chooses an approach to modeling that he or
she would like to observe and |dent|ﬁes a time to Watch
modeling.

Coach provides modeling in ene or more formats.

Teacher sets a time to implement the practice.

byteac LEclo] gielof:{
ntprogress to' ard totheg
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choose to visit other teachers” classrcoms to see how they imple-
ment them,

Watching video. Teachers can also see a model of a reach-
ing stracegy by watching a video, either from a video sharing
website or provided by the coach.

Instructional coaches monitor how teach-
ers implement the chosen teaching
. strategy and whether students meet
the goal.

Coaches can accomplish this by video
recording classes and sharing the video
with collaborating teachers so they can as-

sess for themselves how they implemented the
new teaching strategies and whether students have hit the iden-
tified goals.

Many goals cannot be seen by locking at video, so coaches
may have to gather observation data, or teachers and coaches
may have to review assessment data ot student work.

Next, coach and teacher get together to talk about how
the strategy was implemented, and especially whether students

hit the goal. ‘This conversation usually involves these questions:

1. What are you pleased abeut?

2. Did you hit the goal?

3, If you hit the goal, do you want to identify another goal,
take a break, or keep relining cthe current new practice?

4, If you did not hit the goal, do you want to stick with the
chosen practice or try a new cne?

5. If you stick with the chosen practice, how will you mod-
ify it to increase its impact? (Revisit the checldist.)

6. If you choose another practice, what will it be?

7. What are your next actions?

(See table on p. 14.)

When teacher and coach meet, they should use these ques-
tions to focus their conversation, Many coaches begin by asking
teachers what they think went well. Following thar, they discuss
whether they met the goal.

When teachers reach their goals, coaches ask whether
they want to set and pursue other goals or take a break from
coaching, When teachers don’t reach their goals, they identify
changes that need to be made.

" Teachers and coaches keep moving forward by modifying
the way they use the identified teaching strategies, trying an-
other strategy, or sticking with an identified teaching strategy
until they reach the goal. (See table on p. 16.}

MEASURE OF EFFECTIVENESS

The instructional coaching tycle is only one element of ef-
fective coaching programs, Effective coaches also need profes-
sional learning that ensures they understand how to navigate
the complexities of helping adults, have a deep understanding

18 JSD | wwwlearningferward.org

of a comprehensive, focused set
of teaching practices, communi-
cate effectively, lead effectively,
and work in systems that foscer
meaningful professional learning
(Knight, 2007, 2011, 2013).

However, as important as
those factors ate, it may be most
important that coaches understand
how to move through the compo-
nents of an effective coaching cycle
that leads to improvements in stu-
dent learning,

Instructional coaches who use
a proven coaching cycle can part-
ner with teachers to set and reach
improvement goals that have an unmistakable, positive impact
on students’ lives. And thar should be the measure of the ef-
fectiveness of any coaching program.

Instructional
coaches who

use a proven
coaching cycle
can partnher

with teachers

to set and reach
improvement
goals that have
an unmistakable,
positive impact
on students’ lives.
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